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FOREWORD

This monograph is the third report which has been the fruit of the scientific investigation of adult
studeat behaviour undertaken by Mr. Roger Boshier while he was working as a research assistant in this
Department aver the period February 1969 — October 1970. The first report that arose from this research
project was a study of student motivation which has been accepted for publication by Adult Education, a
jourual of research und theory published in the United States. The second report, which is being published
in the Australi.n Journal of Adu't Education was a comparative study of the students of the three
institutions which coopeiated to make the research project possible. These institutions were the Wellington
Workers' Educztional Associution, the Evening Institute of Wellington High School and this Department of
the University.

This Dep:rtment is espociaby grateful to the officers of these two other institutions for their very
effective assistince in the project and to all the teachers and students of the three institutions who
cooperated in L1e administration and completion of the questionnaires. We arz also much beholden Lo the
University for its support of the project and for the grant made by the University’s Internal Research
Commitice tovards the expenditure on this project, from which Mr. Boshier obtained material for his
doctoral thesis.

Members of this Depastment and of the farmer university adult education organisation fr~m which it
emerged have raintained over many years a continuing professional interest in the study of adult education
and have long harboured the ambition 10 offes courses in adult education as a field of study. We are most
appreciative of Mr. Boshier’s work which has made a signal contribution to the body of knowledge upon
which the stud:’ of adult education in New Zealand can be based.

1.C. DAKIN,
12th February, 1971. Director of Univetsity Extension
Victoria Uiiversity of Wellirgton
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INTRODUCTION *

Hallenbeck (1965} has deseribed dropout from adult education classes as an "old story™. Indeed as far
back ax 1813, Thonws Pole, tn the earhiest systemutic history of adult education. recommended that
“eonductors of adult classes visit he homes of aduits absenting themselve: from classes . . . to prevent
learners from relaxing their attendance™ and in 1851, J.W. Hudson in his History of Addt Pducation alsa
wrote gbout it.

There is no unanimity about what constitutes a dropout. Some rescarchers (e.g, Davis, 1963} include
“all dropouls™, others, vited by Verner and Davis (1964) include only thuse wha dropped-out early in a
course, whilst Dickinson and Verner (1967) for reasors not apparent, lizve recently defined a dropout as a
person wha *did not attend the final two sessions™ (p.25). Neverthieless, the problum is u continuing one.
Fove's (1949) exhortation, paraphrasing Mark Twain, that “everyone talks about it. but no-one does
anything about it™ stili applics teday, more than 20 years later. In New Zealand there are probably niore
adult education students in one form or another than there are pupils at high (secondary ) schools. Annual
reports of many adull education institutions show dropout rutes in excess of S0 pereent, but to date there
has been only one piece of New Zealand rescarch (Boshier, 19692) on adult education dropout behaviour.
Because the dropout problem is international, rescarchers should build models and instruments that have
sross-cultural and inter-institutional applicability, The most salient weakness in dropout rescarch to
date lias been the apparent reluctance of researchers Lo proceed on the basis of a sound theore tical madel o
even order their data in some systematic theoretical framewark, Ulmer and Verner € 1963) observe that sich
research s does exist is “'scant and incanclusive, as it has not been approached systematically from a
theoretical base that is conducive to the arderly accumulation of substantive facts about the problem™
(p-153). whilst the following ycar Verner and Davis (1964) noled that "too many studies show an
astonishing indifference to the accepted canons of social scientific research . . " {p.158).

The aim of the present paper is to describe PEES (Personality and Educutional Environment Scales), the
theoretical model which underpins the measure, and to present data to demonstrate its utitity in dizgnosing
drapout from cducational institutions. :

Earlicr studies by the present writer indicate that people drop-out for reasons that are primarily course
related or nan-course related. In making this distinction between course and non-course related dropouts
we are aware that in many cases the primary reason (s) may involve an ineraction betv een course znd
non-course reasons. Thus a person whose car has broken down could cateh the bus to his French class, but
having found the lecturer boring, toe conservative or not schiolarly enough . decides not to go on. The following
week he decides that by now he has probably fallen behind the other students and so drops right out. In
this kinc of case both course aind non-course related reasons for dropout are present.

Nevertheless “exil interviews™ with course-refated dropouts, and content analysis of their wiitten
reasons for withdrawal indicate that the two main factors in the cducational envitonment likely 1o be
associated with dropout, apart from the dropout himself, are the lecturer and the other students, [t is the
degree of ‘congrucnce” or ‘balance’ between these three elements of the adult education environme nt which
correlate with dropout/persistence behaviour.

In studying dropout from educational institutions that vrcurs for course-related reasons, whal is needed
1, some way of conceptually ordering the variables that cause a person (o be “uncomfortable in a group’,
“bored™, “not interested”, ar generally at loggerlicads with the situation he finds hirself in. Cronbach’s
(1957) notion that i for cach environnient there is a best organism, for every organism there is a best
environment™ (p.679) wiich has been found useful in studies of interpersonal attraction (Lot & Lo,
1965) has wiliiy in an educational setting where the inportaniee of a mateh or fit belween students and
institution has been illustrated (Pervin, 1967). Pace’s (1958, 1960, 1963) College snd Univeisity Scales and
AMin’s (1965) Iovironmental Assessment Technique have been developed with his in mind but they ignore
1he interaction between the student and his educationat envirenment. In both adult education and college

*Cratefulle goknowledecd &5 the fielp of Kevin B awseon and Jony Besdvicr for coding, Ha=of Searthy Jor card
paorching amd David Kivahurgh for camputcor frograinimtitg The aellter ivat proaont Loonoer se Paccliodoesy
1”' the Depariment of Payeraty Extons o § niver vl of A Manid, Povate Bav, b2 i Now Zealand
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dropeut prediction and diagnosis studies, institutional variables (e, the quality of the Tecturer) ace mostly
treated as constants. But much ol the vatianee in drapout can be accounted for by institutional sariables.
Fven the dropout rate itself is an envitaninentai facter causing dropout, As one writer put it, “the cntire
college atmosphere, both intellectuyl and social, is different on a campus where only a minority of the
eritering students will graduate.” (Farnswoertli, ot 2], 1955, cited in Summerskill, 1962, p.648). In the adult
cducation situation students observing the evaporation of their class wonder o what they are learning is
worthwhile.

In developing  theor. ical model for studies of dropout fromn ¢ducational institutions, the formulations
of He'der (1958) and Simons et. al. (1970), Newcomb (1958, 1959) and the other cognitive coasistency
theorists are relevant, but in this research it is Carl Rogers (1954, 1959) scif concept theory thut provides
the framework withir which breakdowns o the adull education studentfenvironment interaction are to be
considered.

There are two compt-hensive reviews of literature on the self concept, one by Wylie (1961) and the
other by Diggory (1966) The writer has assembled a bibliography (Boshier, 1970) of over 500 titles which
accord a centraf role to the self concept. Contemporary contributions to seil theory are by the *third
force™ psychologists led by Maslow (1954, 1968) and Rogers (1951, 1954, 1959, 1961, 1969) and writers
such as those assembled under the cditorship of Moustakas (1956) in the book entitted The Self | or
Gordon and Gergen (1968) in The Sclf in Social Intcractivn. The present writer (Boshier, 1968c) has
discussed the antecedents and consequents of sell ¢steem with particular reference to the work of
Coopersmith (1967).

Accarding to Rogers, the basic tendency inherent in all organisms is to devt op capacities which serve to
cahance or maintain the organism. This involves meeting what Mastow (1939) has termed “deficicncy
needs”, but it also involves & development toward aatonomy and “away froni heteronomy, or control by
external forces.” (p.196). The self is an cxpression of this tendency of the organism to behave in a
selfenhancing way. The tencency expresses itself, Rogers notes, “‘in the actualisation of that portion of the
experience of the organism which is symbolized in the self. If the self and the total experience of the
organism are relatively congruent, then the actualising tendency remains relatively unified.” Incongruence
between self and experience upsets the tendency toward actualization. Experience is thus a psychological
and not a physiological construcc, Synonyms used are Snygg and Comb’s (1959) “experiential field”.

Also of importance is the view Lhat attitude towards ones2if influences one’s attitudes toward others,
The self is an anchorage point inrluencing perception of and attitudes toward other people. In short,
Rogers (1951) suys “when an individual accepts (himself)... then he is necessarily... more
understanding . .. and accepting of others as separate individuals.” (p.520). Wylic (1961) has reviewed
twenty-one explorations of this suggestion znd concludes that *“op the whole, the evidence supports the
hypothesized refation between self acceptance (or high self-tegard) and acceptince of others (or high-regard
for athers)”™ (p.240). Typical of studies supporting the idea that self-rejecting people are more likely than
self-accepting people ta reject others are Medinnus and Curtis’s {1 263) fincing that mothers who accept
themselves are significantly more inclined to accept their children than rnothers who do no accept
themselves, the finding 3uinn, 1969) that dissatisfied wives are also d:ssatisfied with their husband and
children. Sears, Macoby and Levin’s {1957) finding that acceplance of self in women was significantly
correfated with acceptance of husband, pregnancy and infant children, and Suinn’s {1969) investigation of
attiludes towards self and one’s parents, wherein significant positive correlations between self-acceptance
and father-acceptance were reporied. 11 was also hypothesized in Suinn’s study that self-father similarities
would correlate with self-acceptance and tather tcceptance discrepancies, which was confimied. Additional
support along these lines is derived from Helper's (1955) lindings on intra-family relationslips.

Such selffother rejecting behaviour could be labelled as “scape-goating™ or “projection™ and has been
described by Suinn as “stimulus-generalisation™.

From this argument it follows that self-rejecting people, as well as being less tolerant of others than are
self-accepting people, are less tolerant of things and events gencerally. This principle is exemplified by Braun
and Link's (1967) finding that ncgative feclings towards oneseIf influence varibles such as food preference,
and Boshier's (1968a, 1968b) finding that persons low in self csteem dishike cven their own names. Also of
relevance is the present writer's { Boshicr, 1909b) linking of low sell ¢stcern with the holding of conservalive
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attitudes. the tinding that sclf-iejecting respondents are more dissatisied with their home towns that were
selfuccepting respendenis: and Jackson and Getzel's (1959} suggestion, cited by Braun and Link, that cven
L divsalisfaction with school appeass to be part of a large picture of psychological discontent ratier
than o dircet retlection of inefficient functioning in the clissroom. It js almost as if dissatisfaction we.e 1
product of @ pervasive perceptual set that colowrs the student’s view of himself and the world.™ (p.25).

Also cenral to this research is the notion of discrepancies. Sclffbehaviour apd sclffideal-sclf
discrepai-cies are an integial part of Rogers’ (1959) formulation but in the present context selffother
incongreence {which is usually accompanied by anxiety and has considerable potential for creating
psychological disorganization), is the most critical.

Phenomenalogically, incongruence is a state of vneasiness or tension. When experience is obviously
discrepant from the self-concept, a defensive response to threat becomes ircreasingly difficult. Anxiety is
the resporise of the organism to the “subception that such discrepancy rnay enter awarencss, thus forcing &
change in the seif-<concept.” (p.204). Similaily, psychological mafadjustment can be said to exist “when the
orgarism denics to awareness, or distorts in awareness, significant experiences, which consequently are not
aceurately symbolised 5:d organised into the gestalt of the self-structure,” (p.204). This creates an
incungruence between self and experience.

When an individual is in no way threcatened, he is open to experience, which is the opposite of
defensiveness. The term may be used in regard to some area of experience or the total experiznce of the
organism. It signifies that every stimulus, whether originating within the organism or in the environment, is
freely reiayed through the nervous system withoul being distorted or channelled off by any defensive
mechanisni. In this state there wauld be no possibility of threat, Optimal psychological adjusiment is
synonymous with self/fexperience congruence For the sake of brevity the components of the “fully
functioning person”, (Rogers, 1959) have not been defined here, bul synonyms are Goldstein’s (1939) and
Maslow’s (1954) “self actualized” person, and Riesman’s (1950} autonomous person. Whilst “full
functioning” refers to all of an individuals experience it may also be achieved for some specific aspect of hi
cxperience, such as an experience in a particular relationship, say between himself and his teacher, at a
particular time.

It is suggested that ‘congruency’ behaviour, when considered along with the pervasive nature of
selffother rejection,can provide useful before and alter-the-fact inforniation about why people drop out of
adult cducation ciasses. Specifically it is suggested that dropout, patticularly dropout for course-related
reasons, is a function of the magnitude of the discrepancy between the student’s rating ol himself, his
lecturer, the other students, and his ideal-self.

MEASUREMENT

Sclffother discrepancies and feelings of like or dislike toward an object or person can ordinarily be
defined in terms of verbal responses from which sign and strength are inferred. According to Newcomb
(1959) any standard sociometric or attitude measurement procedure [such as the Semantic Differential
which has been cited by Hunt (1965) as an "important method of assc.sing the interaction between p=ople
and situations™ (p.83)]can be used. After considering the plethora of so-called 1easons for dropout that
‘follow-up® studics reveal and the difficulty of ieliably coding these into categories that can be replicated
with samples in different institutions, programunes, course-types, countrics etc., a modificd Semantic
Differential scale with crosscultural and inter-institutional generality was developed for the purposes of this
study.

Tn brief, the Semantic Differential is a technique for specifying differences betweer. ~oncepis (which in
this study arc people who form significant parts of the adult education environment) in terrss of their
meaning. When consideting the “meaning” of a person we are concerned with both the judged denotative
meaning and connolative meaning of characteristics. 1'arly work on the Semantic Differential was reported
by Osgood, Suci, and Tannenbaum (,%57) and recent investigations have been reviewed by Warr and
Knuryer (1968) and Heise {1969). There have been over 1000 published works dealing with the S.D. 1t will
therelere not be neeessary to discuss at any length the nuture of the $.D. as a measuring instrument, but
“here are several alterations made in Persemality and Edurational Favirown:oent Scales (PHES - modificd
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S0 seales) which need explanation

The first s conelrued witle scale size. Most research workers follow O good’s exzinple and provade a
soven step scale. Ininvestigations with children (o2, Walkey and Boshivr, 1969, 196903 4 five ~tep ~aale
wis used,but in rescarch with intelligent adult samples,Warr and Krapper (1968) suggest that the optimum
nuniber of divisions is nine. With university samples of above average imtelluence an cleven step scale can be
used, particularly if ducrepancy scoring techniques are to be emplayed. Feven step seales as wised Fere e
retiuble, us we shall show,

The second alteration cencerns scale scoting. Raw duta obtained vith S.D. consists ot ¢heeks to which
numerical values are assigned, so that analysis of single responses on cach scale on cach subjeet is possible.
two concepts are close together in semantic space, they are assiined to be alike in meaning tor (e
individual or group making the judgements. Distane® is therefore the refation studied usually by the vee of
the D statistic (the usual product monent correlation is not considered suitable because it is a profile
statistic and docs not take sbsolute difference into account.) There are however severs! arguments ageinst
the use of the D statistic when assessing the difterences in S.13. profiles. An alternative procedure, and that
adopted licre, is 1o test the significance of differences between sets of responses to cuch seale withowt
simnring across sowalled factors which make up the prafile. Warr and Knapper have observed that “ikis iy
imore laborious but it is a ngorous procedure and one which is more likely to lead to a mere meaningiut
interpretation of a sct of results.” (p.6Q)

In most studies lactor scoring involves deriving only two or three values from several scales. The fuctors
quoted (usually labelled evaluative, activity and potency) are often ad hoc constructs of little importance,
and are usually derived not from factor analysis of the data being considered but from Osgoed’s factor
astalyses reported in the Measurement of Meanizg Comparisons between investigations a » made difticult
because of scales like “sharp™ which may load on a potency factor in one study {for example, in response
to the concept KNIFE) bat load on an evaluative factor in another study (for example. in response to the
concept PICKPCCKET). Criteria for the selection of factor scores also varies as do the various mathematical
models utilised in factor anzlysis and rotation.

The desirabiity of using scale scoring in preference to factor scoring is also indicated by scalefconcept
interaction. There is evidence to indicate that a similar factor structnre emarges in $.D. respunises to single
concepls, but the factor lon ‘ing, and therefore thie meaning, of scales, varies between concepts. Tins can
arise when a scale has different degrees of relevance for different concepts employed in a study®, and can
be due to artifacts arising because of correlations between what Kalinerman (1963} calls the “true scores™
(mean rating in u given population of subjects) of concepts and individual’s rating errurs. Scalefconcept
interaction effects are only disruptive when a factor scoring procedure is followed and will be Less marked
when a restricted class of concepts (such as those wilised herain) is employed. paticularly when what is
required is the rating of “persun™ concepls teg. OTHER ADULT EDUCATION STUDENTS. MY
LECTURER). Nuting that there s little scalef/conceptinteraction when “person’™ concepts are being rated,
Warr and Knapper (1968) suggest that “Osgood’s gloomy coaclu jons from a more varicgated set of
concepts need not apply o studies of puorson perception™ {p.71). Nevertheless, because o discrepancy
scoring technigue 1o test the utility of the selffother theoretical notions detailed earlicr is employed herein,
all scale ratings were treated separately.

8.D. scales must be relevant to the cencepi(s) to be rated®. factoriaily meaningful and reliable 11 the
present study letters from University Extension dropouts deseribing their teasons For having Teft the course
ware content analysed. The most frequently occurring adjectives nsed 1o desende *students™, the

* Thus sharp-blupnt may be mere relevant when rating the concept KNIFE than when rating the concept

QUEFNTLIZABETH.

T Bannister & Mair (1968) note that “one of the presert authuoes bus for years, in papers and lectures used
the attesnpt to designate alse teeth as cither religioas or atheist s an example of possible difficultics
over range of convenience™ (p.129). Some S.D. researchers can undonbtediy be criticised for asking
tespondents Lo rate concepts with non-relevant scales, uswlly because tliese scales have had high
loadings on the FPA factoss in someone else’s study . Rt if these rescarchers, Bannister and Muir
included. had followed Csgood's advice in the Mousiremont of Meanfug, they sould Geselop their own
factonally meaningful and relevant scalcs.
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“lecturer™ and other favowable and unfavoureble elements of the adult cdecation envionment were
assembled into 41 adjectival pairs. Since adjective pairs in S.D. rescarel should be hipekar in the scnse of
being opposite points in S, space the pairs chosen were, as far as possible, true linguistic cantrasts. Thase
et did not seem o0 have any antonyms and could not fulfit the bipolarity criteria of 8.1, scales were
chminated.

Reiabidity studies, such as the two year test/retest reported by Walkey and Boshicr (1969a) and those
ceviewed by Heise (1969) indicate that there is a gain in fest/retest correlations when fuctor scores rather
than individual scale rating. are used. Since scal2 ratings are used in the present study, it was considered
neccssary to select from the initial 41 adjectival pairs only those which were reliable across the four
concepts used in the study, becavse differences in scale reliability as a function of cenc-pt/scale relevance
was expected.

Two types of reliability arc usually adopted in S.D. studies. The first is concerned with mican responses
to cach scale (for each concept), the sccond with individual responses to cach scale. The first procedure
yields stability co-efficients which are usually high (since scales are summed across factors). The second,
more conservative procedure, and that fellowed here, is described by Warr and Knappe: (1968) as giving
“more detailed information about the instrument and is likely 1o be more useful than the global measure.”
(n.70)

Reliability data for 41 scales considered withoul gard to factorial meaning, and two concep!s (lacer
used in the final form) are presented in Appendix 1.

Subjects for the reliability study were 54 “Personalily Studies™ university cxtension students. Since
subjects were enrolled in a class wath “other adult education students™ it is to be expected that their
opinions of them might change ever the six week test/retest period. Nevertheless even with an eleven step
scile  our correlation co<fficients are acceptable. Whilst corrciation co-efficients for scaics between
concepts differ as a function of scale/concept relevance (e.g. authoritarian/democratic has an r = 843 when
MYSELF was being rated, but anr =379 when OTHER ADUL . ¢DUCATION STUDENTS was 1ated)
27 of the 41 scales were sutficiently reliable (i.c. had a critical value of at least p<.0S tevel) on both
concepts to be cligible for inclusion in the finy] PEES ferm. Final ebigibility was determiined by the factor
structure of PEES scales.

To ensure thal final PEL'S scates would be a sample of the total universe of descriptive adiectives used
by Jropouts to describe their fecturer cte.. the 41 test PUES seales were factor analysed and rotated to
oblique structure according to the ¢riteria of Hendrickson & White (1964, Rotstion was chosen because of
the danger in aceepting a configuration of numbers obtained in an unrotated factor matrix. Without
wolation loadings cap easily emerge as a function of the method used to exiract latent routs and vectors of
the correlation matrix, and may bave little enpivical meaning as has been notea elsewhere. (Boshier, 19713,
Cooley & Lohnes, 1962).

The rotation yielded 12 factars, accounting for 78.7 per cent of the variance. The factoring procedure
along with the reliability check outlined eaiticr crubled us (o campile 15 relia™e and factorially
representative and meaningful $.0. scales. The final 15 seales are presented below. Eor dlustrative purposes
one page of the PELS test boollel, that containing the cancept MY ADULT FDUCATION VTCTLRER
isincluded as Fig 1

O
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Fig. 1 Sample FEES scale and roncept {size reduced)

T
MY ADULT EDIICATIO LECTURER
By adult educaticn lecturer we mean the person who teught your class it L vor &y Eadension I you were
in more than one class keep in mind the lccturer who took the classyou . 1. V. are interested in how
you view the lecturer who took you class. le frank.
stimulating 2 3 5 o 7 8 9 VA boring
sympathetic 2 3 5 ¢ 7 8 9 IS unsympathctic \
strong 2 3 5 0 7 8 9 10 11 weak
convenlional 2 3 5 6 7 8 9 10 1 eceentriv
rational 2 3 5 6 7 8 9 ¢ 1l irrational
unfriendly 2 3 5 6 7 8 9 10 1 fiendly
active 2 3 5 ¢ 7 8 9 10 11 passive
optimistic 2 3 S 0 7 8 9 10 11 pessimistic
scholarly 2 3 5 7 8 9 10 11 non scholady
warm 2 3 5 O 7 ¢ 9 10 1 cold
organised 2 3 S O 7 8 9 10 11 disorpanisod
tively 2 3 S 6 7 N 9 10 11 dul!
conscrvative 2 3 5 6 7 8 9 10 11 hberal
sociable 2 K S 6 7 N 9 I unsocrabde
conformist 2 3 ) 6 7 b 9 10 hi NO-CONEOTA
- - o J
Q 6
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! PRroptite for the study ol

Lo lstiere the nolity of PEES woad ie peeontid os an mteration
dropera free aduvetiendl mstitotiors, a Lyee seabe adalt edeation d rolow-up” study is deseribed

belon.

PROCEDURE

Ay pant of g dareer stady an partepation and drapout i aduelr educenien asses 2430 particunts
completed o questionnaine which cheited socitd aud demagraphic dite. 270 selesied ot andom conrpleted
the Rotter Internalibxternal contio? of teimforcement scale and an £ dircadions Participad:m Scate (Boshior.
1971b) 1ad 260 completzd o measure of consevatism and some S0 scales. All aif the abuove were
administered at the saart of cowses organised by the Wellington High School Eeening Institute. the
Department of University: Externsion and the Warkers” Educaiional Assoctation {W.1.AL). High School
Evening Tnstitite classes were gencratly of 32 sessions, Extension 24 sessions and W AL 10 sessions, All of
these classes aie of 2 bideral and noneeredit natare. This and subsequent procedures aie shown schenmatically
in Fig. 2.

A dropous wus defined as o person v heafter being present Tor session T or 2 was absent for the
mid-point sessivn and teur suecessive e ons of a continuing course. Thus, a peeton eivotled i1 a 24 session
university extension Spanish chass ahsent frem session (lecture) 120 whivh was the nid-puoint, and sersion
13,14, 15 and 16, was o diopeut. A search of rolls from previons yvears conducted tor =n carlicr study
(Boshicr, 1967 revesled that a persaore b at the vimes described shove rorels retuins for the lateer part
of the comse.

Avcou ses passad the dropoat eitenon rolls were examined and the sames and addiesses o peisiste
std dropont participants nofed. PEES toms coniposed of thie concept deseribe Cabove (F e 1) plus the
correepts OTHER - ABULT  FDUCATION  STLDENTS (and o descriptive tabely. MYSETE. aid
MYSELE-AS-LWOULD-LIRT-TO-BE L and acconpriving seaies, which were the saine for cach conceps
were nuiled to persister and dropout participents who were m o had been i high diope ¢ icongien?)
and Tow dropout (congruent) clases. The PEES dropont form was identical 1o the PEFS persister tonm
except that in the descriptive labels that accompanied cach concept there ware slight differences in
wording. Thus dropouss, in rating OTIHER ADULT EBUCATION STUDENTS were teld that by vudents
woe mean people you met when vowwent to the Class vow gaive ap. (nalics sddedy and the informal confacis
there,” whereas persisters were (ol that by stadents we mean the people vou mict when vein swent 1o veur
class, and the inforiabcontacts thege”

The PEES diopout form also contined a backing page Feadod RTASONS FOR GIVING UP COLURSY
where dmpouts were invited “toawnite yaur main regsons for giving Uy sour coune. Wiite your i reasen
mthe tep Falt of this page.and aoy other reasons on e bottom hatt of e pepe Please be Trank. e want
toknow why yon gave up the coune,”

Belore analysis of resulis began PULS backing pages were examined. Diopouts were divided mito
non-couse dropouts. defired as Uiose who did not mention dissatisfaction with any sspect of the course,
the lectwaer, the other sindenis cie., and course-dropeuts who mentioned one or more dissatisfactions withs
the course. Previous followsup tndies e.g. Zahn, 1964) have shown that dropouts are inclined to dwell on
one incident that was the Task in g rerdes of dissatisfactans, ard are deteasive in telling the trath (since the
termy dropout could impdy a stignul, One's selt corcept can accommaodate 3 non-course-related reason for
diapout more easily than a course reason (siteh as the fact that the participant just would not Tearn.) Thus
for present purpases 1 person who mentioned a0 covrse dissatisfachion, eve, if it was cmmbedded among a
shing of nensomise teasons (e i broken dowa wel weather, wi e pregnant. sent B prison ¢IC.), was
caded s bemg a counsesrelated dropeut. Subsequent analr sisvenfied the correctness of this procedure. The
N compainons aee Ui between persisten. all dropoutssand counse-dropouts,

T covenmg letter muaded with PEHES espondents were told that = gnestiornanedenbieal with 1ae
vre envlosed i bez astnnsstered totaos whogave apoand those whao did vt give up dasses We want to
csrabihsh diterences s e wan peisstens and pensans who vave up covises rate e other studeis, they
. fevturer and s e Towdiove ths coundwe ash vou o complete wad e the codoned question e n
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RESEARCH PROCEDURES FOR A STUDY OF ADULT EDUCATION PARTICIPATION & DROPOUT
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Cre emvelope provided. T waonld belp ruture plennma for aduit edication iy ew worrd. We want vou to he
very Frunk i your answers. Yor need not put your nare on the questionaite and there wie ne tight o
wrong answers, Obviotsly this Kind of project can be aceomplished ooly Dy mail. and e return Tor your
co-operation in this part of the project 1 can olfer you an account of ihe whole rescorch when the results
are Knawn. Information gained from this survey is confidential, No naomes wall be used in uny published
weport of i study, so Trankiness which is what we want. will he protected. I you Bave any questions plogse
tefephone mw at the univensity. We will be pleased to Tiear Gom vou. D hape sow wilk heip.”

A stampedfuddressed envelope Tor the return of PEES was sent 1o cach divpout and persister
participant ard telephone enguiry procedures were developad. Covering letters wete machine printed on
university letter-head paper. The telephone number was cleasly indicated.

Finartcialiy and psy chotogically it would have been more economical te administer the PEES persister
form in class. Two considerations caused the writer to decide against this procedure. AN stadents had
slready completed one questionnaire during cluss time: many lad completed two questionnaires and vver
300 participants had completed four questionnaires by the time the diopoui criterion wa reached. Coupled
with the need Lo retain respondent co-operation was the desire to avaid any crror tat could wesul! from
varying the method of questionnuire administration between the drapout and persister proups. Thus the
more arduous process of udministration o both groups by mail was adopted.

In most cases PEES was mailed to dropaut and wersister participants in the selected classes within two
or three weeks of the dropout criterion having been reached. Nonerespondents reevived two suhsequent
letters, one from the writer and another from the Director of the Department of University I'xtension. Five
wecks after PEES lad been nunted nun-respondents were telephoned by the writer or one of his assistines.

Tliis foltow-up procedure. which was Followed sigorousty . yiclded 94% PEES from persisters, and 326
from dropouts. The cliracterinties of non-respondent deeponts and peisiste s were compared (ehi-sqaared
analysis) with the wider participant population gnd it was found that 1 vrespondents didd not differ
significantly. Details of this analysis are avadable elsevheres but it can be noted here that us adl responderts
had completed questionnaires at the time courses began we were able (o wvoid the most sericus pitfall of
Tollow-up®™ reseurchers - the impossibility o ascertaining the characteristics of non-respondents. As
respondents refurned PEES they were sent a letter of acknowledgement. At the foct of this letter was a
‘tear of” slip which, if returned to the writer, caused a copy of simplified “survey results” to be dispatched to
the respondent. Al tetters, PEFS forms and s+ lary material were machine printed aud boge the umversity

insignia. RESULTS

PLIFS can identily fractures in the student/education environment interaction associated with dropowt,
make infer-nstitetional comparisons hotween the way students rate their Jecturer, themeclves and the other
students. and intia-institutional comparsons betacen the way studeat < in gifferent patts of s institution
rate tieir Jecturer ete. More detarled intoramti=n abous why peaple drop out cua be desned as it is here if
sdditional identifier codes, such as spe, sex eten, are used. Daty Hom o Lt analysis o PETS (separated by
cenceply are also presented.

in the present study, mean ratings Tor cach of the 15 seales an he 4 concepls were computed for all
persisters, all dropouts, and all course-dropouts. men persisters, e dropouts and rien course dropouts,
women persisters, women drupouts and women course-drapouts, Hiph School, W.E A, and Extension
persisters, dropouts and course-dropouts.

Calculated next were mwean scale rasings of the 4 concepts 1o vomen and then men persisters,
dropouts, and course-dropouts. Mean ratings by persister, dropout aid course-dropeul participants in cach
of the class categories (language, art, social science. woodwork. potieny cted for eadds on the mstitutions
were 3l calenaed.

Obtamed next were mean seale mtings o cuch coneept for persister/diropout comnse dropout
repemdents v cach cubject m caci antinotion. 8o are thus alis (o cempare e stuncnfaning™ o Choring”
parveters in sy o Hhigh School petteny class conadered their “lectin, © on the “atter 1 der ™ o he. o
Crrnared 1o Lo Usimolaiing T e woodworh Lanztiage, el saieee, or prorset o epont sludents
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found their lecturer. Data silustrating se-me of the uses of PEES are detaifed below. In the present research a
matrix of ever 13,000 im~an scale and discrepaitcy ratings were produced tut these can be varied to suit the
user's requirements,

(A) Inter-instifutional anaiysis

A comparison of meun ratings on one scale for one concept for cach institation indicates how
respondents rute “‘mysell and aspects of ther adu't education environment. An example of such a
comparison is given in Fig. 3 where mean ratings on the seale “stimulating . . . boring™ of the four concepis
utilised are presented. The subjects in this instarce are all persisters. A nuraber of vonclusions can be
drawn from this graph. W.E.A. persisters considesed “myself™ to be more “boring”™ than “other adult
education students”. Persisters in all institutions considered “myself™ to be significantly more boring than
they would like to be and “mys:1i™" more “boring™ than “my adult education lecturer™. Inter-institutional
differences are not great but there are significant differences with respect to the persisters rating of their
“lecturer™ and the “‘her students”. W.E.A. and University Extension persisteis, who rated their lecturer
2.86 and 2.77 respectively on the “stimulating. .. boring™ scale, considered their Tecturer to be more
stimulating than did the High Sclhiol Evening Institute students who rated their lecturers 3.47 on this scate.
Stight inter-institutionil differerces occur with respect to mean sczle ratings on three of the concepts.
Noteworthy here is that persisters largely rate themselves (on the “stimulsting . . . boring™ scale at least) as
they rate the other students.

Fig 4 and § illustrate that on “‘stimulating ... boting™ ratings, most of the difference between
dropouts, course dropouls and persiste:s, occurs with regard Lo aspects of the adult education environment
extewnal to the participant. These three groups rate “myse!f™ and “myself as 1 would like to be™ almost
identicully but there is considcrable variability acioss the theee groups in dicir rating of the other two
concepts. Persisters rated their leclurer 3.12, the dropouts 4.%¢ and the course-related dropouts 5.35 on the
“stimulating . . . bering” scale. PEES ratings of “myself . they can be taken as indices of self-esteen, do
not significantly distinguish dropout and course-dropeats on this scale. There is almost perfect congruence
between the way persisters rate themselves and the other students in their class, but a corsiderable
incongruence between dropouts and course-dropouls ratings of “myself” and “other adult education
students”. Large discrepancies suggest that there is stiain in the functioning of the system In each of the
three groups, considerable selffideal-sclf discrepancies exist, which on the ‘stimulating . . . boring™ scale aze
only margina'ly related to dropout.

A more detailed analysis is presented in Fig 4, where mean rating. on the scale “stimulating . . . boring™
for 128 University Extension language class persisters, 66 dropouts and 38 Extension laiguage class
course-dropouts are graphed. Extension language chass persisiers cunsidered theis “lecturer™ to be slightly
more stimulating and the “other stud nts™ more horing ihan the 948 persisters in Liy 3. Again, there is
almost no difierence in the persister/dropout/cocrse-dropout self and ideal-self ratings.

Whilst Figures 4 and § present only concept ratings on the “stimulating . . . boring™ scalz, these data are
typical of the ratings made by persister/dropout/course-dropaut porticipants on the other fourteen scales.
This strorgly supports the interactiona) psychology notions described caricr, and suggests that rescarchers
who try and account for dropout from educational institutions in terms of just personatity factors or socizl
characteristics should do so in cognizance of the Jact that most of the variance is located elsewhere. Data
such as the zbove also strongly suggest that instituiionalfenvironniental variables associated with
drapout/persistence beliavious can be identified and manipulated in the ciassical experimental sense.

(B) Intra-institutional comparisens

By separating the rrean scale ralings of cach coneept made by participrnts cnrolled m aach class or clss
ty pe within one institution. it is pessible, for example, to identify which lecturers aore viewed with the
greatest favour or disfavour, or the subjects in which persons of low and high self esteest aie enrolled. Tab'e
[, which presents Jata on only five of the fifteer PEES scales for one concept. “my adult eda:ation
Fecturer™, shows thae among persister. dropeut and course-dropone students crirolled in Universily
Exiension classes, there ts considerable variab ity instings of *my adult educatian lecturer™.

i
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Fig. 5 CONCEPT MEANS ON ONE PiES SCALE FOR DROFOUT,
COURSE DROPOUT, AND PERSISTER UNIVERSITY
EXTENSION LANGUAGE STUDENTS
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Dropout end course-dropout students in all classes considered their fecturer to be muere “boring™ than
did the persisters. On the “'active . . . passive” scale the music lecturer(s) was assessed as being the most
“active”, wlhilst science and visual arts lecturers were, as far as their students were corcerned, “passive ™,
Similar results were abtain>d on the “‘organised ... disorganised™ scale, where course-dropouts in all
subjects were more inclined than persisters to rate their lecturer as being “disorganised”. Visual a:ts and
social science course-dropouts in all subjects were more inclined than course-dropousis enralled in the other
subjects to consider their lecturer(s) “disorganised™.

Extension peisisters in 5} subjects except one considered their lecturer to be more liberal than did the
course-dropouts. Social science and visual arts lecturer(s) were rated by their students as being too
“liberal™. The posshility of a lecturcr being 100 “liberal’” and the Jack of a goodness of fit between lecturer
and students is indicated by the fact that course-dropouls in social science subjects considered their
lecturer(s) to be more liberal than did the social science persisters.

(C) Selffother discrepancy

11 was suggested earlier that dropout, particularly that which occurs for course-refated reasons, could
also be understood as a furction of the magnitude of the discrepancy between the participant’s rating of
“mysell™, my “lecturer” and “other adult education students”. To test this notion, three discrepancy
scores, between “myself/other adult education students”, “myself/my lecturer” and “mysclf/myself as |
would like to be”, were calculzted for each of the 1274 respondents. A discrepancy score on one scale
represents the absolute difference between a recpondent’s ratings of the concept “myself” and the other
concept concerned. Thus 45 scale — discrepancy scores were derived for each respondent. A concept
discrepanicy score represents the sum of scale discrepancies on one set of concepts (e.g. “mysclffoiher adult
education students™).

Discrepancies correlate with dissatisfaction and svbsequent dropping-cut of a course. The question o
be considered here is whether such a relationship would hold up across institutions with different
procedures and within institutions where for different subjects the level of abstraction varies (Verner,
1959, p.37). If the discrepancy notion holds for all subjects in all institutions, the potentiality of PEES for
the cross-cultural and intei-institutional study of dropout is enhanced.

If there were perfect congruency on one scale belween a participant’s rating of, say, “niysel[” and “my
adult education lecturer™, the congruency score on that scale would bz 0, The greater the absolute
difference in selffother satings the greater the incongruence and dissatisfaction with that aspect of the adult
education environment.

Discrepancy scores presented in [ig. 6 for the scale “unfriendly . . . friendly'” and in Fig. " for the scale
“conventior) . .. eccentric” illustrate that dropouts and course-dropouts are more dissatisficd with aspects
of their adult education environment than aie persisters. On the “unfriendly . . . friendly"” scale diopouts
and course-diopouts are less satisfied with thes own “fiiendliness” than persisters.

Space does not permit the presentation of the 4,860 discrepancy score means that were obtained but
the data presented in Fig. €, derived from ti-2 scale “unfriendly . .. friendly" is typical of what was found,
particularly on “sociability™ type scales. Whilst there is some variability in the relationship of selffother
discrepancies to dropout{persistenc: behaviour, the tread is clearly in the hypothesized direction.
Coursedropouts conzidered the “‘other students” to be significantly more unlike ttemselves in terms of
their “friendliness” than did course and non-course dropouts cons.dered together. Persisiers had
significantly smaller “‘selffothe - student" discrepancies than both grorps of dropouts. Also noteworthy in
Fie. 6 is the fact that all dropouts and course-dropouts did not differ in “selfflecturer” incongrucnce but
w: - significantly more dissatisfied with theis tecturer and the other students than were 1h: persisters.

Also of note is the: large and significant d fference in the self/ideal-self ratings of persisters and dropouts
on the scale “unfriendly ... friendly”. Fig. 6 shows that even respondents who consider their primary
reason for dropout not suiated to the adult ed' .ation <ourse, to be less satistied with their “frierdiiness™
qualitics than are the persisters.

Fig. 7 presents selffotner discrepancy scotes for persisters, dropauts and course-dropouts on the scale
“conventional . .. eccentric.” On this scale the degrec of eccentricity manifested by the lecterer as
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Fig. 6 SEI.F/'/OYHER DISCREPANCY SCORES FOR DROPOUT, COURSE
DROPOUT, AND PERSISTER PARTICIPANTS
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compared with that of the participant, is a factor associated with dropout/persistence behaviour. There was
no difference on this sczle in the amount of sclffideal-sell discrepancy ketween dropouts and persisters.but
the magnitude of “selfflecturer” and “selffother student™ discrepancies was greater for dropouts and
course-dropouts than for persisters.

Fig. 8 presents discrepancy score data on two other scales.

Persisters considercd the “other students™ to be more like themselves in terms of their “‘stimulating . . .
boring” qualities than did either the dropouts or course-dropouts. Dropouls and course-dropouts were aiso
inclined to rate the lecturer as being significantly more unlike “mysell™ than were the persisters. The
“self/lecturer” congruency scorcs of course and non-course related dropouts on the “stimulating . . .
boring” scale are almost identical. The differences in *“selffideal-scif™ ratings whilst slight could be taken to
inean that satisfaction with cne’s conformity/non-conformity tendencics is not a factor in dropping-out of
class whereas dissatisfaction with one’s “stimulating . . .boring™ qualitiesisa factor. The preater sclffideal-sell
satisfaction of dropouts as compared to persi~ters on the “stimulating . . . bering™ scale probably occurred
as a result of dropouts projecting part of the blame for dropping-cul away from “mysct and on to the
lecturer. But on both scales the main incorgruences, rather than being within the participant, are between
the student and aspects of the educational environment.

Fig. 8 SELF /OTHER DISCREPANCY SCORES FOR DROPOUT, COURSE
ODROPOUT, AND PERSISTER PARTICIPANTS IN THREE
ADULT EDUCATION INSTITUTIONS
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Table 2, which presents discrepancy scores for persisters, dropouts and course-dropouts summed across
cach concept pair and each scale, illustrates further the validity of PEES as 2 measure of satisfaction with
the educational environment. An examination of the total concepl-pair discrepancy scores at the foot of
the table reveals that pesisters were most satisfied with the “other students™, the “lecturer’” and their
“ideal-self™, whilst course-dropouts were the most dissatisfied. Course-dropouts rated themselves as being
mast unlike the “other students™ on the “active ... passive”, “lively . .. dull”, and “conservative . . .
liberal” scales, two of which, as we note below, are factorially independent, and most unlike the “lecturer”
on the “organised . . . disorganised’” scale.*

The consistently higher selffideal ,elf discrepancy ratings made by course-dropouts, as compared with
persisters, on each PEES scale (except on ‘“‘sociable . .. unsociable”™} indicate that cour s-dropouts accept
that at least some of the blame for dropping-out lies within themselves, Whilst we differences in
selffideal-self discrepancy scores between persisters and course-dropouts are on some scales small and
insignificant the fact that 14 out of 15 are in the hypothesized direction demonstrates the theorctical and
operational validity of PEES.

This finding could alsa be taken ss a reinforcement of the traditional notion that marked selffideal-self
discrepancies are evidence of emotional disturbance or maladjustment (Rogers, 1951} which is supported
by rtescarch involving psychiatric patients {Chase, 1957) as well as in the original Rogers and Dymond
{1954) reports which suggest that progress in therapy will result in a reduced discrepancy between the sel{
and idealse!f concepts. However, the fact that even persisters did not achieve perfect selffideal-self
congruerce supports the view cxpressed by the present writer (Boshier, 1971¢) that the relationship
between seltfideal-self discrepancy and maladjustment, rather than being linear, may be curvilinear. In other
words, a cortain degree of selffideal-scif discrepancy is to be expected, for as Allport (1955) notes, man
discovers that “salvation comes only to him who ceaselessly bestirs himself in the pursuit of objectives that
in the end are never Milly attained™. Unity bestowed upon the parsonality “is never the unity of fulfilment,
or repose, or of reduced tersion™ (p.3).

To check the assertion made carlier that so-called non-course dropouts often give a nen-course reason as
a rativnalisation for sonie otlier perhaps subtle course reason for dropout, the scale ratings of persisters,
non-cousse dropouts and course-dropouts were vompared. If non-course dropouts were actually enthusiastic
students who would not have drcpped out but for the intervention of the non-coutse reason (in checklist
type studies these typically cluster into over-commitment at work reasons, change in family or domestic
circumstances reasons, travel nverseas/within the country and failures on the part of the participant — such
as gelting sick, overtired etc.) their ratings of the “other students” and ths “lecturzr’” would be in accord
with those made by persisters. But, as Table 2 shows, on every PEES scale non-course dropouts rate the
“ather students” and the “lecturer” more negatively than do the persisters.

This clearly illustrates that dropouts are defensive in felling the re2! truth about why they dropped vut
and are likely to highlight a non-course reason when course reasons are actually involved. This fact also
shows the nced to include all dropouts in any statistical analysis of dropout/persistence behaviour
inespective of low plausible their ‘reason’ may be. This finding also indicates that studics such as the
fourteen reviewed by Verner and Davis (1964) which attempt to determine the reasons why participants
discontinue altendanc: and which classify the reasons for dropout inte categories such as “personat and
lome™, “psychological” (whatever that is!}, “Jocation and job™ and *'school related™ should be disregarded
as the reasons for dropout given are, in many cases, probably false.

Factor structure

"o

Ratings by all persisters, dropouts, cnd course-dropouts of “other adult education students,” “my adult
cducation lectuter” and “mysel™ werc factor analysed separately for each concept. For rotation purposes a
communalitics estirate was formed from the sums of squares or rows of the principal factor matrix. Th .

*  Many adult education lecturess and not only those employed hy the institutions stucied, are known to
re-hash, often with little success, lectures prepared for daytime consumplion by internal usually
fuil-time students,

17

9N




Table 2. Seif/other PEFS discrepancy scores for persister, dropout,
and course-dropout ad.lt education participants.

MYSELF/OTHER ADULT  MYSELF/MY MYSELE/MY TOTALSCALL

EDUCATION STUDENTS LECTURER IDEAL-SELF DISCREPANCIES
P D CDp P D CD P D CD P D CD
Stimulating 190 221 246 246 2.71 2798 286 2.89 249 7.22 781 823
Sympathetic 1.74 214 2.50 166 2.i4 241 144 146 161 454 53774 652
Strong 1.88 210 245 208 2.27 23¢9 230 255 150 6.260 692 740
Conventional 209 2.29 247 1.96 2.2) 233 1.52 155 1.73 557 6.05 6.53
Rationa!l 1.65 1.85 1.85 1.65 2.15 226 1.63 2.04 209 493 604 60.20
Unfriendly 1.65 2.11 253 1.60 2.00 221 144 1.75 1.59 4.69 SRy 633
Actlive 2,20 294 3.12 212 257 267 193 248 250 6.25 739 829
Optinistic 205 230 261 20) 2.29 255 189 2.2x 257 595 a81 .73
Scholarly 234 2863 120 250 297 1.86 246 274 257 7.30 834 572
Warm 1.64 209 2062 1.65 192 2.04 1.65 1.64 165 494 555 833
Crganised 214 255 2.04 244 299 3.12 217 266 259 6.75 8.20 8.3%
Lively 202 267 3.16 208 2.54 263 202 222 235 0.12 743 8714
Conservalive 269 293 3.23 250 269 266 1.79 207 191 6.98 7.64 7.80
Sociable 1.86 226 2.60 1.48 204 2.27 1.79 .77 1.76 543 6.07 6.03
Conformity 2.33 267 289 2.24 229 244 1.66 1.58 1.69 6.23 654 702
TOTAL
CONCEPT 30.18 35.54 3842 30.73 35.78 36.62 28.55 36.02 3216 89,46 94.55 109.22
DISCREPANCIES
. O
: ERIC I
’
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sum wes inscrted in the corresponding diagonal of the original correlation matrix. The fina! communalilics
estimate was obtuined by repeating this process 10 times. The matrix was rotated to achieve erthogonal and
abligue structure {varimax/pronuax method) according to the criteria of Hendrickson and White (1964).
Qnly factors with eigenvalues greater than unily were rotated. Indridnal concept ratings were flactor

_analysed separately to avoid scale/concept interactior and rotated to achieve obligue structure.

Table 3 presents scales and factor Joadings. The three factors detived from the ratings were basically the
same for each coneept, and in each analysis accounted for over 80 per cent of the variance. Whilst there ate
obvious scale/concept interactions (“lively/dull™ loaded .43 when “myself”” was rated, 41 when “other . ..
students” was rated, but only .22 when “my ... lecturer™ was ruted) the factors identified display
remarkable cross-concept stability,

The first factor “personal warmth” {which came out third when the ratings of “my . . . lecturer” were
facter analysed and rolated) is a measur= of sociability and not sneifically related to the adult education
situation. The third factor, named “personal eftectiveness”, contains scales which traditionally load highly
on “activity™ and **potency’’ facinrs, and is specifically concerned with the success of “myself™/“lecturer™f
“other students’ in the adult education situation Composed o seven scales of compalible meaning, this
factor shows thai the “non-scholarly™, “disorganised” lecturer etc is also cons,dered to be “passive”,
“irrational”, “weak™” and “boring™. In both meaning and empisical terms “persona’ warmth™ and “personal
effectiveness™ are related,

Table 3. Factor loadings of PEES on three cononpts after oblique rotation

CONCEFTS

I ACHOR NAME

SCALES MYSUED MY ADULT EDUCATION OTHEF ADULT

FLOTURER FOUCATION SO YVINNITS
syrmpathetic/unsympathetic  .§7 L3 560
unfriendly/friendly - .85 - .88 - 86 I
warm/cold £o X7 %5 Personal warmth
fively/dull 43 * B
sociablefunsociuhie 75 717 NT
comentionalfeceentric 80 2 o7 1]
conservative/libetal K 01 AR Coumventionality
conformist/non-contonmist =0 N kit
stimulating/'boring A9 SO $2
strong/weak s BB 76
rationalfirrational B A5 A3 11
active; passive 52 01 AN Pepsonal etfectiveness
scholatly/non-s . laly 54 60 78 Lactivity fpotency)
argimseddisorganied 39 1 SN
livelyfduli A0 O AN

* loaded 22

Factor 11 “copventionalits ™ s o measure of

comensatisen. High tactor Teadings and  low
itercoticlations between this and the other tawn fectorson wdl concepistindicates that a1 “olds potential as

Janceatamiiiated ricasie of comservatism
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DISCUSSION

it is conveded that the refutionships between self/other discrepaicies and dropout are probuiably more
complex than is supposed. “Gellf “other student™ and “selfflecturer’ similaritics are no doubt relyted to
ihe probability of dropping-out but logic would suggest that larae discrepancics should not inervitabiy result
in dropout belwviour. The tecturer in social or physical science, for instance, might do well 10 stiess that he
has more experience and expertise than the audience. A lay speaker, in stressing that he has no more
expertise than the audience, may find that his class quickly evaporates. Huwever by changing scalr ard
coneepts onc should be able to explore the psychological areas where difference is desired and not desired.
It is likely that other personality variables — conservatism, rigidity, tolerance of ambiguity, breadth of
perspective, ar.d so on - mediate the self/other and therefore the dropout relationship. Ne rertheless,
attitude change literature such as that seviewed by Simons « <. al. (1970) would indicate that a *zcturer can
cement perceived similarities by expliciiiy asserting that he shares interests, feelings .i:d beliets with his
students, or by emphasizing similarity in work experiences, social class and so on.

Research should also distingiish between psycliologically refevant and irrelevant discrepancies. Thus the
degree of “liberalism/conservatism™ manifested by the lecturer, may, from the participant student’s point
of view, be not as important as the degree to which the tecturer is seen as being “organised/disorganised” or
“scholarls-/non-scholarly”.

In spite of such difficulties, the findings presented hold that low discrepancies (oi assumed selffotlicr
simidarities) are associaled with persistence behaviour whilst dissinularity (ot high discrepancy) is assaciated
with dropout. Low discrepancies are generally more significant determinants of attraction than cquivalent
dissimilarities. This suggests there is an optirmum fit between a participant and aspects of his institutional
environment. Participan' developiment and satisfaction could therefore be fostered by manipulating
institutional characteristics.

Future resear~h with PEES can Follow several lines. The present study indicates that it -a-institutional
analysis can identify the parts of the institution which are considered by participants to be sources of
satisfaction/dissatisfaction. By substituting convepts and scales PEL. could easily be used in studies of
dropout from or fafture in universities, high schuols or teachers’ calleges. The immediate task will be to
administer PEES shortly after courses begin (allowing sufficient time for impressions to be formed) and
then, on the basis of scale ratings, predict whether a student will drop-out or persist. Iiter-institutional
studies will enable ¢~mparisons to be made betwcen the success/failure of the companent parts of different
institutions  to sauasfy stedent expectations. Longitudina! studies could measure the degree of
congiuencefincongruence at the beginning and end of a course. Evaluation of courses should be possible.

The relating of PEES ratings to other personality variables may rcveal that some individuals are mare
tolerant of selffother discrepancy than others. Some participants may seck balance, cungruence, or
humeostasis, whilst others are pursiing novel stimulation, diversity, or homeostasis, as the writer has
indicated elsewhere (Boshier, 1971b).

To conclude, it can be roted that there has been research va coliege drepout vshaviour for 50 years or
more. According to Sumiaerskill (1962) diopout rates huve not altered significar 'y in this time. Adul
education dropout rescarch is of more recent origin but has been similarly bedevilled by a paucity of
tneotetical models. The model and measure described hatein cests on the notion that dropping-out of an
adult education class occurs as 7~ nction of an interaction baiween a (indent and his enyvironmint. It is
suggested that studies wherein discvte 'social characteristics” suck: as age. sex, socio-cconnic  atus and sv
on are related to dr.ppingout or not dropping-out of a class,ate Himited because they largely ignore
institutional variables. PEES can be adapted for use in most adult cducation institutions in most countries
of the world, and thercfore holds potential for adult education dropout prediction and diagnoss studies.
The salient goal that can be achieved with PEES is ihe wdeatificat:on of variables. the manipulation of
which ¢an allay dropout ates.
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Maans S$.Ds, and six week test re-12st correlation co-2
for 41 test PEE'S ratings of two concepts

APPENDIX 1

“MYSELF™

SCALES MEANA  SDA MEANB SDB CORRN M3
stimulating;boring 4.667 2357 4.6011 1.799 Q.768*
disciplined/undisciplined 5.556 273 5.5%6 2813 34.790*
theoretical/practical 6.111 2.865 6.444 2.891 0.658*
sympathetic/inditlerent 4.000 1.856 3.389 1.380 0.607°* .
cautiousfuninhibited 5.333 2.186 5.444 2.339 0.667* (|
guiding/non-directing 4944 2338 5222 2.274 0.784* ¥
sophisticated/unsophisticated 6.111 2.183 5.556 1.892 0.779+* ]
examiningfaccepting 4.389 294 3444 2499 0.844*
conventional/eccentric 6.000 2.517 6.444 2.166 0.815¢ K
rational/irrational 5.167 2.630 4.111 1912 0.704* K
flexible/rigid sil1 2307 4056 171S 0434 j
uninteresting/exciting 7.333 2.055 7.000 2000 0.351
sincerefinsincere 3222 2.149 3.500 2.167 0692+ L
personal/impersonal 5.000 2.494 4.1 2.534 0.167
non-intelectua.fintellectual 7.389 1.919 2.611 2031 0.253
tense/relaxed 6.111 2514 6.167 2872 0782
unfriendly/friendly 8.1 1.912 7.667 2.625 0.860* X
conforming/rebellious 8.000 1.944 7.833 2.363 0.544¢
professional/non-professional 6.000 2.867 5.278 2422 0.8l6* 1
formalfinformal 8.389 2.085 71611 1.850 0.185
sociablefunsociable LJORE: 2,671 5.056 2.368 0.953* &
optimistic/pessimistic 472" 2123 Az 1.366 0672* 9
introspective/action oriented 5.7 2.704 5.667 2.582 0.822* q
authoritarian/de mocratic 86, 2.215 8.444 2.088 0.£43* ]
inhibited{uninhibited 6.1.1 2.767 6.222 2678 0611*
conservativefliberal 8.66; 2,055 1.611 2628 0.696*
scholatly/non-scholarly 5.187 1.772 5.167 1.708 0.505*
uncettainfuver<onfident 5.500 1.537 6.722 1.592 0.625*
snobbish/friendly 1.944 2.368 8.222 1.931 0.720*
introvercedfextrove cted 5.7718 2070 6.778 2.551 0.590*
tolerant/intolerant 3.722 2,490 3.944 1.238 0.78(*
gond/bad 4.500 1.833 366, £.563 0.698*
modern/traditional 3333 1.291 3.167 1424 0.755*
creative/uncreative 3.218 1.850 3.722 1.909 0.4062*
warm/cold 4.111 2258 4333 240 0.865*
idealistic/materialistic 5.333 2.848 4,056 2.3¢8 04i7
open minded/close minded 2.889 1.280 3278 2.305 0.779*
conformist/non-conformist 7111 2514 7.667 2.108 0.730*
permissive/restraining 4.389 2313 4.056 2198 0.422
organised/disorganised 4.122 2642 4278 2.765 0.771*
lively/dull 4944 2656 2.386 0.872¢*

4.500

* significant p <.05 (17 degrees of freedom)
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APPENDIX 1

Means $.D's, and six week test re-test correfation co-efticients
for 41 test PEF’S ralings of two concepis

2.5

_ “MYSELE" “OTHER ADULT EDUCATION STUDENTS”
L ES MEANA SDA  MEANB  SDB CORRN  MEANA SDA MEANZ SDB  CORRN
4667 2357 4611 1799 0.768* 3944 2592 4000 2108 0.722°
iplined 555 2713 5556 2813 0.790° 4500 2522 4718 2274 0.765*
al 6111 2865 6431 2891 0658 5444 1832 5667 1826 0493
‘erent 4000 1856 338 1380  0.607* Sa44 2362 4944 2391 0.762*
ed 5333 2186 S444 2339 0667 6000 2186 5833 1893  0.712°
ing 4944 2838 5222 2274 Q.754° 6222 2417 5667 1856  0.574*
sphisticated 6111 2.183 5556 1892  0.779* 5333 2261 5222 2699 0816
ing 4389 2947 3444 2499 0844 5556 2891 4389 2628 0.637*
ntric 6000 2517 6444 2166 0815 5448 2315 S167 2167 0.672*
5167 2630 401l 1912 0.704¢ 3667 1732 3944 L61S 0788
alll 2307 4056 L1715 0434 4778 2250 411 1912 0329
iting 7333 2055 7500 2000 0351 7611 2031 155 1739 0832
3222 2149 3500 2167 0692 2889 1969 3556 1383 €.39%
nal S000 2494 472 2534 0167 5484 2565 605 2272 0615
h:ellectual 7289 1919 76li 2031 0253 8000 2160 8000 1667  0818°
6111 2514 6167 2872 0.782° 8167 1863 8389 1330 0428
ly 8111 1912 7667 2625  0.860° 7667 2000 8389 1533 0659°
lious 8OO 1944 7833 2363 05440 4889 2378 5122 1789 0.724*
orofessional 6000 2867 5276 2422 0816* s167 2062 5222 1931  0814°
8389 2085 7611 1830  0.185 7444 2522 7000 2211 0817%
e 5444 2671 5056 2368 0953 4667 2082 4167 1708  0.719*
histic 4222 2123 3722 1366 0672 4500  1.833 4056 1268  0585*
on oriented 5722 2704 5667 2582 0822 6278 2256 6556 1978 0177
socratic 8611 2215 8445 2088  0.843° 7889 2105 8500 1740 0379
ited 6111 2767 6222 2678  0611° 7011 2283 689 2131 0459
cal 8667 2055 71611 2628 0696 7500 2651 6889 2131 0.597*
olarly 5167 1772 S.67 1708 0.505* 5055 2068 4889 1760  0.795%
nfident 6500 1537 6722 1592 0.625% 6556 1739 6111 1523 0.165
‘ 7944 2368 8222 1931  0.720¢ 8111 2183 8333 1599  0.865*
verted 5778 2070 6778 2550  0.590* 7833 1833 755 1423 0909°
W 3722 2490 3944 1738 0.780° 3778 1548 3556 1571 0.782¢
4500 1833 5667  1.563  0.698* 3889 1792 1500 1572 0.158*
2al 3333 1291 367 1424 0.755° 4556 2006 4556 1978 0.790°
ve 3278 185 3722 1909  0462° 4389 1799 5278 2280 0624
4111 2258 4333 2427 0865 4444 1832 4444 1606  0.556°
Histic 5333 2848 4056 2368 0417 5389 1919 5389 1533 0402
se mivded 2689 1286 3278 2305 0.779° 3727 1909 3722 1726 041S
‘onlarmist 110 2514 7667 . 208 0.730° 6167 2651 _ 5889 2258 0559
ining 4389 2313 4056 2198 0422 5222 2149 { 5444 2061 0.605
sused 4722 2642 4278 - 2765  O.771° 4448 LSTI [I' R1€ Cleasigehoyses
4944 2656 4500 238 0872 asll 2164 ' 4718 22714 0852}
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